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Increasingly there is an expectation that new graduates will have developed, prior to their
induction into teaching, sound theoretical knowledge in relation to practice. However, in
Australia, many pre-service teachers have insufficient time in the field to develop reflective
practice and to observe how experienced teachers enhance their own knowledge through
reflection on practice. In this article we discuss one way to introduce teacher education
students to the notion of reflective practice. We explore the potential of scenarios to develop
reflective thinking in pre-service teacher education students and highlight the processes and
requisite criteria for developing scenarios that capture the rich and complex experiences of
classroom practitioners. The scenario presented here has been fashioned from a pre-service
teacher’s story of classroom practice collected from her during an interview for a research
project. While the scenario was intended for use only with pre-service teachers in order to
increase their knowledge-base and analytical skills, when it was trialled with a group of
experienced teachers in order to ascertain its suitability for novice teachers, an unexpected
outcome was that it resonated with the teachers in ways that enabled them also to reflect more
deeply on their professional practices. We speculate that the processes of scenario construction
may also be valuable in other settings where reflective practice is a professional requisite.
Keywords: teacher education; pre-service teachers; scenarios; cultural diversity; reflective
practice
Introduction
Within the fields of professional education, including teacher education, the importance of
‘reflective practice’ is well established (see Dinkelman, 2000; Loughran, 1996; Pollard, 2002;
Russell, 2005; Schön, 1983; Zeichner & Liston, 1996). According to Raelin, ‘it privileges the
process of inquiry, leading to an understanding of experiences that may have been overlooked in
practice’ (2002, p. 66). How best to develop professionals who are able to engage in ongoing
reflection on their practice has been the concern of educators and researchers for some time. For
example, Cochran-Smith and Lytle (2001) argue that in order to develop reflective skills it is
necessary to take up ‘an inquiry stance on practice’. They say: ‘we offer the term inquiry as
stance to describe the positions teachers and others who work together in inquiry communities
take toward knowledge, its relationships to practice, and the purposes of schooling’ (p. 48).
‘Learning communities’ is another term used to emphasise the importance of working collabo-
ratively and reflecting jointly (Retallick, Cocklin, & Coombe, 1999; Hargreaves, 2003). While
there are significant variations in how these concepts are theorised, overall, what they have in
common is the view that reflection on individual and collaborative practice is a key component
of professionalism (Adey, 1998; Grushka, McLeod, & Reynolds, 2005; Sachs, 2003). Sachs
argues that ‘the core of democratic professionalism is an emphasis on collaborative, cooperative
action between teachers and other educational stakeholders’. Citing some of the benefits for such
*Corresponding author. Email: nsantoro@deakin.edu.au
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collaboration, she notes, ‘At the core of these activities are new forms of reciprocity between
teachers and academics and other education stakeholders whereby both groups come to
understand the nature and limitations of each other’s work and perspectives’ (2003, p. 28).
The benefits of working in ‘learning communities’ or through participatory action research
processes to develop reflective practitioner skills are well recognised in teacher education in
Australia. In particular, the practicum component of teacher education provides future teachers
with opportunities to work closely with practising teachers who in turn, demonstrate how they
engage in reflective practice. However, few pre-service teachers are able to have more than the
minimum practicum time required for qualification and entry into the profession.1 While there
are calls to increase this internship time so that novices to the profession have opportunities to
develop expertise and skills as reflective practitioners, in some cases, schools struggle to provide
enough supervising teachers for the number of pre-service teachers that universities ask them to
take. This situation is likely to worsen as significant numbers of experienced Australian teachers
approaching retirement age leave the profession in the next few years (Manuel, 2003; Martinez,
2004).
Thus, for us as teacher educators, there is an impetus to explore additional ways to further
our students’ skills and insights into ‘reflection on practice’. As one means to do so, we used
data from two pilot research studies that explored how pre-service and experienced teachers
worked in classrooms with culturally diverse and economically disadvantaged students. Using
the data from the studies we developed a series of ‘scenarios’ intended to generate critical
thinking about teaching and learning processes. In particular, the scenarios aim to provide
opportunities for pre-service teachers to think more deeply about their own beliefs and values in
relation to teaching for diversity. To further the collaborative practices that are integral to the
work of many professions, the scenarios are intended to be shared and reflected on in small
groups.
The term ‘scenario’ has been used unproblematically across a range of literature (see OECD,
2001; Snoek, 2003; Stomp, 2003) and has often been used interchangeably with ‘narrative’,
‘problem-based learning’ or ‘case study’. We use the term to refer to a text that has been fash-
ioned from a narrative, that is, constructed from either a written narrative text, such as a journal
entry, or a spoken narrative text, such as an interview. While narratives that are told in individual
interviews or focus group discussions are co-produced by researcher and research participants
(Mills, 2001; Schostak, 2006), we understand scenarios as explicitly constructed by the
researcher. Furthermore, we assert that the purpose of a scenario differs from a narrative in that
scenarios are intended to act as catalysts for discussion, reflection and action with an audience
that is wider than the interview and focus group participants or authors of the personal journal
entries.
Our purpose in this article is to (a) recount how we developed these scenarios from pre-
service and experienced teacher narratives of practice; (b) demonstrate how practising teachers
used a scenario to develop deeper and richer reflections on practice; and (c) speculate as to how
the processes of constructing the scenarios might be relevant to other contexts and other
professional communities that seek to develop skills in reflective practices.
In what follows, we provide an overview of the pilot studies that generated the data that we
used to construct scenarios. We then elaborate on how we developed and used them.
Contextualising the scenarios
As teacher educators concerned with how best to prepare teachers for culturally diverse educa-
tional contexts, we undertook two studies during 2003 and 2004. The first study, A different
quality practicum? Interrogating sameness and difference with preservice teachers2 explored
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how pre-service teacher education students construct their own identities around understandings
of ethnicity and socio-economic class and how they engage during practicum with high school
students who have different cultural and socio-economic identities from themselves. The partic-
ipants for this study were eight education students who volunteered to complete a three-week
teaching experience in one of two inner-city government secondary schools in Melbourne. Data
collected included the pre-service teachers’ journal entries made during practicum, individual
interviews, and focus group discussions. Elsewhere (Allard & Santoro, 2006; Santoro & Allard,
2005), we have elaborated on this project’s research design and data analysis.
The second project, Quality teaching for difference: Investigating teachers’ beliefs and
practices in culturally diverse classrooms,3 built on the findings of the first study and explored
how experienced teachers understand their own ethnicity and socio-economic class in relation to
their students. Seven teachers who taught in two secondary schools in Melbourne and self-
identified as ‘experienced in working in diverse contexts’ volunteered to be part of this project.
Data included focus group discussions, individual interviews with them and classroom observa-
tions. For more information concerning this research project, its design and analysis see Santoro
(2007), Allard (2006) and Allard and Santoro (2005).
After analysis of data from both studies, we selected pertinent examples of focus group and
interview data that represented the teachers’ and pre-service teachers’ practices and beliefs and
values around teaching culturally diverse student cohorts. They included positive experiences
and specific dilemmas of teaching cross-culturally. These narratives were developed into scenar-
ios and presented to the teacher participants in the second of the projects for reflection and
discussion during a final focus group that took place over two hours.
In the following section, we provide one of the scenarios and the example of data from which
the scenario was constructed. We examine the experienced teachers’ responses to it and analyse
these in order to demonstrate how the scenario works to stimulate reflection on practice.
Constructing scenarios: a case study
As noted earlier, the research projects that generated the data had, as one of their foci, an
exploration of how teachers and pre-service teachers engage with students of different cultural
backgrounds. During her interview, Kylie,4 a pre-service teacher, and a participant in the first
pilot study, recounted her experience of teaching a group of Year 10 students, including a
number of boys who she thought were uncooperative and disrespectful to her. Here, we present
an aspect of her narrative that is derived from the transcript of her audiotaped interview and
represents a pertinent example of beliefs and practices around cultural difference. 
Researcher: Was there anything else you’ve learned about teaching for diversity? Like… the
curriculum, or relationships, or students’ cultural backgrounds?
Kylie: There is one issue which is being aware of the different religions and their different
beliefs. My instance was that I had a couple of Muslim boys in my class and I was
told, before I even realised, I should have asked, but I just didn’t think. I was told
that with these Muslim boys, if a new female teacher comes in, that female teacher
has really got to stand up for herself and tell them that she’s in charge and that they
are to respect her.
Researcher: So who told you this?
Kylie: I was told by the supervising teacher. When I came back [from the class] and I said,
‘Oh I’m having trouble with this student’. She said, ‘Right, come and have a chat
with me’. So she took me upstairs and she told me about this and she gave me the
senior school rules and said ‘Next time they do that you get this out. They will know
this document. You point to these things, you know, "you must respect the teacher",
"everyone has the right to learn", "everyone has the right to teach", "mobile phones
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are not allowed", you know, that kind of thing and you get that document out and
you use it’. I then knew – right, I can’t give them any slack at all. When I say, ‘move
to another desk’, straight away they move. I don’t give them another chance like I
was doing. I was trying to be friendly like the other teachers tended to be, like
having a bit of a joke with them and I kept on saying ‘I don’t want to move you.
Please be quiet, get on with your work’. That wasn’t working; they weren’t respect-
ing that.
Researcher: And why did you interpret their lack of respect for women as due to their religion?
Kylie: That’s because that’s what the supervising teacher said. She said, ‘They’re arrogant
bastards’, that’s what she said.
Researcher: But it could well be –
Kylie: That they’re just arrogant bastards. … She took it as because of their religion… like
I knew about the head scarves that the females wear and then, speaking to a couple
of other teachers, they did tell me that some of the Turkish-Australian boys see the
females, if they haven’t got the head set [Muslim headscarf] over them, as ‘easy’,
that they’re ‘sluts’, that kind of thing. That’s just from the way they’ve been brought
up. But I still don’t know whether, maybe it’s not a religion thing because they were
very Australian. I hate saying that but they were. … Yes, they really were. They
were into AFL [Australian Football League], ‘Hey mate’, you know just those kinds
of colloquialisms. They were Australian.
Elsewhere we have analysed these data with regard to the stereotyping of particular ethnic
groups and considered the implications for teacher education programs (Allard & Santoro,
2005). Here, we focus on the process through which we changed this particular interview
narrative into a scenario.
We chose this excerpt of interview data from which to construct the scenario because we
believed, for a number of reasons, that it had the potential to be generative of reflection on
practice. Firstly, the experience of trying to ‘control’ a difficult class is a familiar one for most
teachers. Thus, this problem is a recognisable one. Secondly, within Kylie’s interview data, there
were a number of perspectives from which the experience could be understood, including that of
the pre-service teacher and her supervising teacher (and the male students). Thirdly, this excerpt
of data called into play teachers’ beliefs, values and prior experiences of working cross-cultur-
ally. We believed it would be potentially useful in generating a range of responses in the teach-
ers, as well as alternative pedagogical approaches. Finally, while the described experience
resonates personally with teachers, at the same time, it can be seen as a ‘common’ professional
experience. The story is familiar enough for teachers to identify with, but distant enough for
them to be able to step away from what has the potential to be an emotive issue, and to reflect
professionally on the values, beliefs and practices that come into play.
We have fashioned the narrative data described above into the following scenario:
Bad behaviour?
Kylie is a pre-service teacher in her third year of a four-year teaching degree. She is doing her teach-
ing practice in an inner city school with a high proportion of students with language backgrounds
other than English. Many live in the high rise public housing flats close to the school and receive the
government Education Maintenance Allowance, a clear indicator of the financial difficulties faced
by their families.
Kylie is teaching Year 10 English to a culturally diverse group of students, a proportion of whom
are Turkish-Australian Muslim boys. Kylie finds herself struggling to maintain a degree of class-
room control as a group of boys dispute everything she says, argue among themselves and refuse to
cooperate with her. She emerges from the class feeling distressed and anxious and seeks the advice
of her supervising teacher. The teacher tells her that the boys in that class are ‘arrogant arseholes’
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and that under no circumstances should she ‘let them get away with anything just because you’re
female’. The teacher also explains that some of the Muslim boys believe that women who do not
wear the hijab [head scarf] are ‘easy’, and that they’re ‘sluts’.
On the advice of her supervising teacher, Kylie decides that in her next class with these students she
will assert her authority and insist that the school rules are followed, that is: ‘students must respect
the teacher’, ‘everyone has the right to learn’, ‘the teacher has the right to teach’. In short, she intends
to use the rules to bring about acceptable behaviour on the part of these students.
This scenario uses the third person pronoun and a pseudonym for the pre-service teacher, thus
creating some distance between the reader and the ‘characters’ in the scenario. It also contains
several ‘characters’ with different perspectives on the issue of ‘bad behaviour’. Therefore, there
is no definitive answer but a number of possible interpretations. The scenario is also based on an
actual classroom incident, one that is easily recognisable to many teachers. It presents a troubling
dilemma requiring a resolution, a change in practice. Additionally, the scenario is structured in
such a way that respondents draw on both the personal, that is, beliefs about male/female iden-
tities, relations and/or stereotypes, as well as the professional, that is, knowledge about practice
and pedagogy. In order to scaffold the teachers’ responses from the familiar and personal, to the
professional and to more complex and deeper levels of analysis, the scenario was accompanied
by a set of guiding questions. These were intended to encourage the teachers to reflect on three
levels; that is, from the most immediate concerns of classroom practice through to broader profes-
sional issues and to the generation of substantial changes in practice.
The scenario generated rich discussion in the teachers’ focus group and it became clear that
their reflections had the potential to lead to deeper understandings about practice. Below, we
provide an excerpt from the teachers’ focus group discussion and indicate the points in their
conversation that we interpret as key steps in the process of reflection on practice.
The teachers’ responses to the scenario can be seen as representative of a number of different
levels of thinking, from the descriptive to the critical or analytic. Bloom’s revised taxonomy of
the thinking or cognitive domain (Anderson & Krathwohl, 2001) is useful here. Most obvious in
Table 1 is how the teachers move between application, analysis, evaluation and synthesis. For
example, they apply previously learned and personal knowledge about pedagogies, pre-service
teacher/supervising teacher relationships, relations between males and females, different cultural
practices and so on, to their understanding and interpretation of the scenario (Application).
Through discussion and the bringing together of different viewpoints, they analyse, debate and
identify key elements of their interpretation of the scenario (Analysis). On more complex levels
of thinking, they critique and judge the actions of the supervising teacher, the pre-service teacher
as well as the students (Evaluation). Finally, the teachers generate and formulate new ideas and
alternative pedagogical approaches (Synthesis).
Like all researchers engaged in data analysis, our ‘readings’ of the data are situated and
subjective. They are shaped by our experiences as teachers and teacher educators and as women.
Our comments and interpretations are themselves open to debate and critique and we do not
know whether the teachers would agree with our interpretation of their comments as an indica-
tion of critical thinking. Although our reading of the teachers’ responses can never be seen as a
‘factual’ account of their thinking, such readings serve as a means of opening up for discussion
the potential of scenarios to generate critical thinking and changes in pedagogies.
Concluding remarks
We suggest that scenarios constructed in specific ways and developed from ‘personal, practical
knowledge’ narratives (Clandinin & Connelly, 1996; Connelly & Clandinin, 2000; Elbaz, 1983;
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al
 w
it
h 
it
 h
er
se
lf
, s
o 
in
 
ac
tu
al
 f
ac
t, 
sh
e 
di
d 
no
t 
he
lp
 t
he
 p
re
-s
er
vi
ce
 t
ea
ch
er
. I
 d
on
’t
 s
o 
th
in
k 
an
yw
ay
.
D
ra
w
s 
on
 p
er
so
na
l/
pr
of
es
si
on
al
 k
no
w
le
dg
e 
to
 
m
ak
e 
pr
of
es
si
on
al
 j
ud
ge
m
en
t/
as
se
ss
m
en
t 
of
 
te
ac
he
r.
Ja
ne
: 
It
 m
ig
ht
 h
av
e 
he
lp
ed
 h
er
 t
o 
su
rv
iv
e 
th
at
 r
ou
nd
, a
nd
 g
et
 t
hr
ou
gh
 t
ha
t 
pa
rt
ic
ul
ar
 s
it
ua
ti
on
 t
ho
ug
h.
Sh
ow
s 
em
pa
th
y.
P
re
se
nt
s 
al
te
rn
at
iv
e 
ex
pl
an
at
io
n 
fo
r 
te
ac
he
r’
s 
be
ha
vi
ou
r.
H
el
en
: W
el
l y
ea
h 
m
ay
be
…
 b
ut
 I 
th
in
k 
th
at
 b
ei
ng
 th
e 
pr
e-
se
rv
ic
e 
te
ac
he
r y
ou
 re
al
ly
 a
re
 ju
st
 ta
ki
ng
 e
ve
ry
th
in
g 
in
 a
nd
 y
ou
’r
e 
go
in
g 
to
 r
ef
le
ct
 b
ac
k 
on
 t
ha
t 
an
d 
us
e 
th
at
 I
 t
hi
nk
 a
s 
a 
fi
rs
t 
st
ep
. I
t 
is
 r
ea
ll
y 
w
ro
ng
 t
o 
be
 p
ut
 
in
 t
ha
t 
si
tu
at
io
n 
be
ca
us
e 
yo
u 
do
n’
t 
kn
ow
 a
ny
 b
et
te
r 
be
in
g 
a 
pr
e-
se
rv
ic
e 
te
ac
he
r 
an
d 
yo
u 
th
in
k 
th
at
 
ev
er
yt
hi
ng
 y
ou
r 
su
pe
rv
is
or
 s
ay
s 
is
 g
ol
d 
an
d 
yo
u 
th
in
k,
 ‘
Y
ea
h,
 t
ha
t’
s 
co
rr
ec
t’
. I
 d
on
’t
…
 I
 t
hi
nk
 t
he
 
su
pe
rv
is
or
 h
as
 d
on
e 
a 
di
ss
er
vi
ce
 t
o 
th
e 
pr
e-
se
rv
ic
e 
te
ac
he
r,
 r
ig
ht
 f
ro
m
 t
he
 o
ns
et
.
D
ra
w
s 
on
 p
er
so
na
l 
ex
pe
ri
en
ce
 t
o 
m
ak
e 
pr
of
es
si
on
al
 j
ud
ge
m
en
t/
as
se
ss
m
en
t 
of
 t
ea
ch
er
.
St
ev
e:
 A
t 
th
e 
sa
m
e 
ti
m
e 
I 
th
in
k 
sh
e’
s 
ap
pe
as
ed
 h
er
 b
y 
so
rt
 o
f 
m
ak
in
g 
he
r 
fe
el
 b
et
te
r,
 ‘
D
on
’t
 w
or
ry
, t
he
y’
re
 
al
l l
ik
e 
th
is
, s
o 
de
al
 w
it
h 
th
e 
si
tu
at
io
n 
at
 th
e 
m
om
en
t. 
In
 tw
o 
w
ee
ks
 y
ou
’l
l b
e 
ov
er
 r
ou
nd
s’
. B
ut
 r
ea
ll
y 
sh
e 
ha
sn
’t
 g
iv
en
 h
er
 a
ny
th
in
g 
to
 a
rm
 h
er
se
lf
 w
it
h 
so
 w
he
n 
sh
e 
do
es
 g
o 
in
to
 th
e 
re
al
 s
it
ua
ti
on
 a
nd
 th
e 
ki
ds
 a
re
 
li
ke
 t
ha
t 
w
ha
t 
is
 s
he
 g
oi
ng
 t
o 
do
 w
it
h 
th
em
?
P
re
se
nt
s 
al
te
rn
at
iv
e 
ex
pl
an
at
io
n 
fo
r 
te
ac
he
r’
s 
be
ha
vi
ou
r.
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Ta
bl
e 
1.
(C
on
ti
nu
ed
).
R
es
ea
rc
he
r:
 W
el
l s
he
 d
oe
s 
gi
ve
 h
er
 a
 s
ol
ut
io
n,
 y
ou
 k
no
w
, ‘
H
er
e’
s 
th
e 
sc
ho
ol
 r
ul
es
, y
ou
 ta
ke
 th
em
 a
nd
 y
ou
 
re
ad
 t
he
m
 t
o 
th
e 
st
ud
en
ts
’.
St
ev
e:
 T
ha
t’
s 
on
e 
ap
pr
oa
ch
 o
f c
on
fr
on
ti
ng
 th
em
 h
ea
d 
on
 b
ut
 a
no
th
er
 a
pp
ro
ac
h 
m
ay
 b
e 
to
 e
xa
m
in
e 
th
e 
co
nt
en
t 
of
 h
er
 le
ss
on
…
 m
ay
be
 g
et
 th
em
 o
n-
si
de
 th
ro
ug
h 
th
at
 a
pp
ro
ac
h.
 P
re
se
nt
 in
te
re
st
in
g 
co
nt
en
t w
it
h 
su
bs
ta
nc
e 
w
he
re
 y
ou
 c
an
 g
et
 t
he
m
 o
n-
si
de
 i
ns
te
ad
 o
f 
co
nf
ro
nt
in
g 
th
em
 h
ea
d 
on
, r
ea
di
ng
 t
he
 r
io
t 
ac
t 
to
 t
he
m
.
A
ck
no
w
le
dg
es
 t
ea
ch
er
’s
 a
pp
ro
ac
h 
bu
t 
pr
es
en
ts
 
al
te
rn
at
iv
e 
pe
da
go
gi
ca
l 
ap
pr
oa
ch
.
C
on
: 
O
r 
ap
pe
al
 to
 th
em
 o
n 
a 
on
e 
to
 o
ne
 b
as
is
, h
av
e 
a 
ch
at
 w
it
h 
th
em
, g
et
 to
 k
no
w
 th
em
 a
 b
it
 b
et
te
r 
an
d 
on
ce
 
yo
u 
do
 e
ar
n 
th
ei
r 
re
sp
ec
t, 
on
e 
by
 o
ne
, t
he
y 
w
il
l t
ur
n 
ar
ou
nd
 a
nd
 s
ay
 ‘
W
el
l h
e 
or
 s
he
 is
 O
K
’.
 A
nd
 y
ou
 w
il
l 
ea
rn
 th
ei
r 
re
sp
ec
t i
n 
a 
di
ff
er
en
t w
ay
 w
it
ho
ut
 w
al
ki
ng
 in
 a
nd
 r
ea
di
ng
 th
e 
ri
ot
 a
ct
. H
ea
d 
on
 a
nd
 y
ou
’v
e 
lo
st
 
th
em
 c
om
pl
et
el
y!
D
ra
w
s 
on
 o
w
n 
pe
rs
on
al
 a
nd
 p
ro
fe
ss
io
na
l 
kn
ow
le
dg
e 
to
 p
re
se
nt
 a
lt
er
na
ti
ve
 p
ed
ag
og
ic
al
 
ap
pr
oa
ch
.
H
el
en
: 
Y
ea
h,
 b
ec
au
se
 I
 f
in
d 
if
 y
ou
 d
on
’t
 d
o 
th
at
 r
ig
ht
 f
ro
m
 t
he
 o
ns
et
 a
nd
 t
ry
 h
al
f 
w
ay
 t
hr
ou
gh
, i
t 
do
es
n’
t 
w
or
k.
 T
he
y 
kn
ow
 th
at
 y
ou
’r
e 
ki
dd
in
g 
th
em
, y
ou
’r
e 
tr
yi
ng
 s
om
et
hi
ng
 n
ew
 a
nd
 th
ey
 th
in
k 
th
ey
 c
an
 g
et
 a
w
ay
 
w
it
h 
it
. B
ut
 I
 a
gr
ee
 w
it
h 
S
te
ve
 a
s 
fa
r 
as
 c
on
te
nt
, b
ec
au
se
 le
t’
s 
no
t l
oo
k 
at
 w
he
re
 th
ey
 c
om
e 
fr
om
 b
ut
 r
at
he
r,
 
ok
ay
 t
he
y’
ve
 b
ee
n 
he
re
 f
or
 a
 s
m
al
l 
am
ou
nt
 o
f 
ti
m
e,
 m
ay
be
 t
he
y 
do
n’
t 
un
de
rs
ta
nd
 a
nd
 h
en
ce
 t
he
 r
ea
so
n 
w
hy
 th
ey
’r
e 
m
uc
ki
ng
 a
bo
ut
. I
t’
s 
no
t n
ec
es
sa
ri
ly
 a
 p
er
so
na
l a
tt
ac
k 
on
 th
e 
te
ac
he
r.
 S
o 
I 
th
in
k 
th
at
’s
 a
no
th
er
 
av
en
ue
 t
o 
ta
ke
.
D
ra
w
s 
on
 o
w
n 
pe
rs
on
al
 a
nd
 p
ro
fe
ss
io
na
l 
kn
ow
le
dg
e 
to
 p
re
se
nt
 a
lt
er
na
ti
ve
 p
ed
ag
og
ic
al
 
ap
pr
oa
ch
.
C
at
er
in
a:
 A
ct
ua
ll
y 
th
is
 h
ap
pe
ne
d 
to
 m
e 
fi
rs
t y
ea
r 
ou
t. 
I 
w
as
 te
ac
hi
ng
 E
ng
li
sh
 a
nd
 G
re
ek
. I
 w
en
t t
o 
a 
sc
ho
ol
 
w
hi
ch
 h
ad
 a
 v
er
y 
hi
gh
 p
op
ul
at
io
n 
[o
f 
im
m
ig
ra
nt
s]
 s
im
il
ar
 t
o 
th
is
 o
ne
, v
er
y 
lo
w
 s
oc
io
-e
co
no
m
ic
 
ba
ck
gr
ou
nd
. S
o…
 a
nd
 t
he
re
 w
as
 a
 T
ur
ki
sh
–G
re
ek
 d
iv
is
io
n 
at
 t
he
 t
im
e 
an
d 
so
 I
 c
am
e 
to
 t
he
 s
am
e 
co
nc
lu
si
on
 th
at
 th
is
 s
up
er
vi
si
ng
 te
ac
he
r 
di
d.
 I
 m
ea
n 
th
at
’s
 h
ow
 I
 th
ou
gh
t o
f 
th
e 
bo
ys
 a
t t
he
 b
eg
in
ni
ng
, t
ha
t 
th
ey
 w
er
e 
a 
pa
ck
 o
f 
ar
se
ho
le
s.
 B
ut
 t
he
 t
hi
ng
 w
as
, I
 a
ct
ua
ll
y 
ha
d 
a 
G
re
ek
 [
la
ng
ua
ge
] 
cl
as
s 
an
d 
th
e 
bo
ys
 
be
ha
ve
d 
in
 e
xa
ct
ly
 th
e 
sa
m
e 
w
ay
 s
o 
I 
sa
id
 to
 m
ys
el
f,
 it
’s
 n
ot
 to
 d
o 
w
it
h 
th
em
 b
ei
ng
 M
us
li
m
, i
t’
s 
go
t t
o 
do
 
w
it
h 
ot
he
r 
th
in
gs
, s
o 
sc
ho
ol
 r
ul
es
 a
re
 n
ot
 g
oi
ng
 t
o 
he
lp
 m
e.
 I
’m
 g
oi
ng
 t
o 
be
 i
n 
th
is
 c
la
ss
 w
it
h 
th
es
e 
ki
ds
 
fo
r 
th
e 
w
ho
le
 y
ea
r,
 I
 h
av
e 
to
 b
e 
up
fr
on
t 
an
d 
sa
y 
‘T
hi
s 
is
 t
he
 w
ay
 I
’m
 g
oi
ng
 t
o 
ta
ck
le
 t
hi
ng
s,
 t
hi
s 
is
 w
ha
t 
I’
m
 g
oi
ng
 to
 p
ut
 to
 y
ou
, t
hi
s 
is
 w
ha
t I
 e
xp
ec
t f
ro
m
 y
ou
, l
et
’s
 w
or
k 
it
 o
ut
’.
 S
o 
it
 to
ok
 a
bo
ut
 a
 te
rm
 f
or
 th
in
gs
 
to
 s
or
t t
he
m
se
lv
es
 o
ut
 b
ut
 th
ey
 d
id
 e
ve
nt
ua
ll
y 
an
d 
w
el
l, 
th
at
’s
 h
ow
 I
 w
en
t a
bo
ut
 it
 b
ec
au
se
 I
 th
ou
gh
t i
f 
th
e 
G
re
ek
 b
oy
s 
ar
e 
do
in
g 
it
 a
s 
w
el
l, 
it
’s
 n
ot
 b
ec
au
se
 th
ey
’r
e 
M
us
li
m
, i
t’
s 
go
t t
o 
do
 w
it
h,
 s
om
et
hi
ng
 to
 d
o 
w
it
h 
be
in
g 
bo
ys
 a
nd
 th
er
e 
be
in
g 
a 
yo
un
g 
fi
rs
t-
ye
ar
-o
ut
 f
em
al
e 
te
ac
he
r.
 A
nd
 it
’s
 a
ls
o 
go
t s
om
et
hi
ng
 to
 d
o 
w
it
h 
th
em
 b
ei
ng
 te
en
ag
er
s 
an
d 
al
l t
he
 o
th
er
 s
tu
ff
 th
at
 y
ou
 a
lr
ea
dy
 k
no
w
. S
o 
th
at
’s
 th
e 
w
ay
 I
 d
ea
lt
 w
it
h 
it
 b
ut
…
 
th
e 
th
in
g 
is
 t
hi
s,
 t
he
re
’s
 p
re
ju
di
ce
 o
n 
bo
th
 s
id
es
 h
er
e.
 T
he
 s
up
er
vi
si
ng
 t
ea
ch
er
 i
s 
as
su
m
in
g 
pr
ej
ud
ic
e,
 t
he
 
ne
w
 te
ac
he
r 
is
 s
or
t o
f 
li
ke
 th
e 
m
ea
t i
n 
th
e 
sa
nd
w
ic
h.
 B
ut
 I
 d
on
’t
 d
en
y 
th
at
 th
er
e 
w
ou
ld
 b
e 
pr
ej
ud
ic
e 
fr
om
 
th
e 
bo
ys
 a
s 
w
el
l 
an
d 
I 
do
n’
t 
th
in
k 
th
at
 t
ha
t’
s 
so
m
et
hi
ng
 t
ha
t 
w
e 
sh
ou
ld
 o
ve
rl
oo
k 
be
ca
us
e 
it
 i
s 
so
m
et
hi
ng
 
th
at
 f
ac
es
 t
ea
ch
er
s 
an
d 
it
 i
s 
so
m
et
hi
ng
 t
ha
t 
w
e 
ha
ve
 t
o 
de
al
 w
it
h.
 S
o 
I 
th
in
k 
th
at
’s
 a
 r
ea
l 
ch
al
le
ng
e 
bu
t 
it
 
ha
s 
to
 b
e 
ta
ke
n 
on
. …
 M
y 
ex
pe
ri
en
ce
 h
as
 t
au
gh
t 
m
e 
I 
th
in
k 
th
at
 t
he
 a
ut
ho
ri
ty
 t
ha
t 
yo
u 
ea
rn
 b
y 
pe
op
le
’s
 
re
sp
ec
t 
is
 m
uc
h 
m
or
e 
la
st
in
g 
th
an
 a
ny
 i
ni
ti
al
 a
ut
ho
ri
ty
 t
ha
t 
yo
u 
ha
ve
. T
ha
t’
s 
ho
w
 I
 w
or
ke
d 
ar
ou
nd
 i
t.
R
ec
og
ni
se
s 
th
is
 e
xp
er
ie
nc
e 
as
 s
im
il
ar
 t
o 
he
r 
ow
n.
D
ra
w
s 
on
 p
ro
fe
ss
io
na
l a
nd
 p
er
so
na
l;
 k
no
w
le
dg
e 
of
 
yo
un
g 
fe
m
al
e 
te
ac
he
r/
m
al
e 
st
ud
en
ts
/ G
re
ek
 m
al
e 
st
ud
en
ts
/ 
M
us
li
m
 m
al
e 
st
ud
en
ts
 t
o 
pr
ov
id
e 
al
te
rn
at
iv
e 
pe
da
go
gi
ca
l 
ap
pr
oa
ch
.
Su
m
m
ar
is
es
 h
er
 o
w
n 
pe
rs
on
al
 a
nd
 p
ro
fe
ss
io
na
l 
ex
pe
ri
en
ce
s.
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Schön, 1995) are potentially effective stimuli for reflection for a number of reasons. Firstly, they
should be ‘realistic’ and reflective of situations that practitioners are likely to encounter in their
particular fields. Scenarios based on common themes that emerge from stories of practice might
be regarded as representative of common professional dilemmas, rather than the experiences of
any one individual. This means the scenario is familiar and relevant to the concerns of a profes-
sional group. While we recognise that the notion of ‘the generic situation’ is problematic because
professional contexts differ, we believe, albeit cautiously, there is value in establishing the
notion of ‘common professional dilemmas’.
Secondly, at the same time as they are ‘familiar’, scenarios also must be sufficiently
‘removed’ from the participants’ personal contexts so that they have the option of voluntarily
identifying with the scenario. In this way, they can reflect upon and interrogate their own beliefs
and practices with minimum threat to their personal integrity.
Thirdly, in order for the scenarios to resonate with a range of participants on an individual
level, they must incorporate multiple perspectives which participants can draw upon in rela-
tion to themselves. Grushka, McLeod and Reynolds in their work around developing Austra-
lian pre-service teachers as reflective thinkers, suggest that in order to understand the
complexities of classroom practice, novice teachers ‘must be able to interpret their own and
others actions as meaningful. This requires them to adopt a viewing position so they are able
to see themselves as both object and subject’ (2005, p. 244). Furthermore, multiple
perspectives also make for a richer scenario where contradictions allow for debate and deeper
reflections.
Fourthly, scenarios do not have to focus on finding solutions to ‘problems’. Those that focus
on successful teaching practices are potentially as useful as those that present a dilemma or
‘problem’. Such scenarios may foster reflection and debate on what constitutes success, how
success is understood and what teaching practices enable success. Reflecting on others’ stories
of success may provide experienced practitioners with the opportunities to revitalise and re-
invigorate their practices. It may also provide new teachers with opportunities to examine, in
depth, practices that ‘work’ and thus, provide them with a connection to positive and motivating
examples of classroom practice.
Finally, because the focus group is a forum where ‘people’s views and understandings are
shared, debated, challenged and changed’ (Field, 2000, p. 324), we believe that focus group
discussions have a particular role to play in the scenario reflection process. It is through the
expression of viewpoints that are alternative and in addition to those presented in the scenario
itself, that rich discussion and potentially deep reflection is generated. We recognise that the
teachers in the focus group with whom we trialled our scenario are experienced, committed,
highly articulate and didn’t need us facilitating their conversation. We suggest however, that
other groups such as pre-service teachers, can also develop similarly productive and collabora-
tive conversations if they are placed in supportive small group situations where knowledge and
self-knowledge is developed through and within dialogue.
In this article we have considered the potential of scenarios to stimulate and develop
reflection in pre-service teachers. We have also demonstrated that scenarios are of value to
practising teachers as stimuli for deep reflection. Furthermore, the processes discussed in
regards to the construction of scenarios, is not only of relevance in teacher education but
potentially of interest to other professions such as medical training, social work and health
education where reflective practice is a key component of professional knowledge. While
scenarios are not intended to replace work in the field, they are a valuable addition to
university-based coursework and potentially a way to develop reflective skills in novice
professionals by offering them experiences and akin to those they are likely to encounter in
the field.
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Notes
1. In Victoria, for example, the Australian state where the research project that informs this article was
located, pre-service teachers must be in schools for a minimum of 80 days over the course of their
degree programs.
2. Santoro and Allard (2003). This project was funded by a Deakin University Quality Learning Research
Priority Grant.
3. Allard and Santoro (2004). This project was funded by a Deakin University Quality Learning Research
Priority Grant.
4. Pseudonyms have been used for students and schools.
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